shown that the types of communication that university students are involved in at school and in the workplace are often "worlds apart" (Dias et al., 1999) and that traditional classroom-based professional communication education often fails to prepare students for the world of work (e.g., Freedman & Adam, 2000a; Freedman, Adam, & Smart, 1994) . The case study presented here provides evidence that these conclusions may not always be accurate and thus require further study.
This case study examines a series of events that occurred in the life of a recent engineering graduate (with a bachelor's degree in engineering), Sami, 1 after he had joined an engineering company. Sami was a student in my engineering communication course 6 years ago, and since then we have stayed in touch. About a year after his graduation, Sami e-mailed me about an important event that had happened in his professional career: 2 Recently there was a project where the senior engineer had an implementation plan (this particular person has been in industry for 25 years, and he has told me before: "documentation and writing is a [waste] of my time and experience" . . . ). I had a different implementation in mind, but was having trouble getting my ideas heard by that person. And when he did, he told me: "no." There was going to be a design meeting at which he was going to present the method we were to proceed with. After being advised by my boss [director of Sami's division], I prepared a well thought out and organized presentation outlining my method and the alternative methods. The presentation was geared to the upper management (some engineers and some business people) as well as the director of [the division] and director [of] engineering (who would want to see a little more technical info).
[The senior engineer] gave a five-minute presentation, which was so technical that I had a difficult time following all the information (I'm one of the original designers on the project). He had nothing prepared in the form of pros and cons of the method etc. Then I was given the floor to give my presentation. I had all the information on all methods from implementation time, to manpower and cost projections. My presentation lasted five minutes as well, but I gave them all the information necessary to make an intelligent decision as to why we should go with my method. They agreed. (October 29, 2002) In other words, Sami, a recent newcomer to the company, took a calculated risk and presented his ideas in a way that was different from that of the senior engineer. The result of his risky intervention was not a failure, as we might expect from conclusions in recent research publi- 390 JBTC / October 2005 cations, but a success for which Sami was almost immediately rewarded:
The director of [the division] let me give 3 more presentations to upper management after that. I also authored a document which had to outline different technologies and which ones we should use in our new product. . . . Then, I was promoted to [director of the division] 2 weeks later.
3 (October 29, 2002) Sami's account of the events and their successful outcome indicates that within a year of graduation, he was already able to take initiative and act rhetorically in response to a workplace situation. His story challenged my expectations of novices' gradual acculturation into workplace contexts and prompted me to investigate Sami's motives, actions, and their consequences.
Sami's story provides evidence that novices can, in fact, successfully challenge genres of the workplace (cf. Katz, 1998 ): Sami's action taken at the right time led management to accept him as an expert and resulted in his rapid promotion. His case also offers evidence of the important connections between his family background, a university course in engineering communication, other university and workplace experiences, and his successful response to the workplace situation. In addition, Sami's story indicates that specially designed domain-specific communication courses can provide novice professionals with a foundation for responding to rhetorical situations in the workplace. 4 This study focuses on the following two research questions, for which Sami's case provides both context and illustrations:
1. What are the ingredients of rhetorical genre knowledge that allow a novice to be successful in challenging and changing rhetorical practices of the workplace? 2. Where and how does a novice accumulate rhetorical knowledge of professional genres?
The results of this case study prompted me to revisit and refine my understanding of what it means to master the genres of a profession. Theoretical constructs that highlight the roles of timing and agency in Sami's story (i.e., constructs of rhetorical genre, uptake, kairos, and cultural capital) have been particularly helpful in my search for the ingredients of Sami's knowledge of engineering genres. First, I review these theoretical constructs as they apply to Sami's case; then I provide additional data, interpreting them in light of theoretical constructs; and finally, I suggest possible implications of the study for further development of rhetorical genre theory and for domainspecific technical communication pedagogy.
THEORETICAL CONSTRUCTS
The reconception of genre as social action that Miller (1984 Miller ( /1994 proposed 20 years ago provided a foundation for the development of a new discipline, rhetorical genre studies (RGS). 5 Unlike traditional approaches that view genres as stable text types characterized by their textual regularities, RGS considers genres as typified symbolic actions in response to recognizable situation types. When using the term genre in analyzing Sami's story, I assume Schryer's (2000) definition of genre that is rooted in both RGS and Bourdieu's (1972) theory of social practice. Schryer defined genres as "constellations of regulated, improvisational strategies triggered by the interaction between individual socialization . . . and an organization" (p. 450). From Schryer's perspective, genres are both constraining and enabling for a rhetor. Genres do much more than simply organize and regulate human social activity-they constitute human activity (see also Bawarshi, 2000; Devitt, 1996 Devitt, , 2000 . This view of genre "allows for dynamism and change, given the inherent fluidity of the sociohistorical context to which genres respond" (Artemeva & Freedman, 2001, p. 166) . Freadman (1987 Freadman ( /1994 Freadman ( , 2001 ) provided an additional perspective on the dynamic nature of genre, applying to the study of genres the notion of uptake, borrowed from speech act theory. Freadman (2001) defined uptake after Austin (1962 Austin ( /1994 as something that "happens when you accept an invitation to a conference, or agree to rewrite a paper for publication . . . , or disagree with, or explore, a proposition in theory" (p. 39). She considered a text as a move in a game -tennis, for example-with each move expecting an uptake. Freadman noted that it is useful to view each genre as consisting, minimally, of either two texts or a text and a nontextual response that have a dialogical relationship. She observed (1987/1994 ) that genre knowledge includes knowing how to take up the genre and stressed that the most important part of genre knowledge is knowing the difference between genres. In other words, genres must be understood in terms of what they are and are not. But knowing a genre also includes understanding that genres do not exist independently. That is, genres must be understood in relation to other genres and their interplay at a particular time (Devitt, 2000) .
Issues concerning time and timing considered within the RGS framework have recently become central to research into workplace communication (e.g., Yates & Orlikowski, 2002) , particularly for studies of professional genre acquisition by students and recent graduates (e.g., Schryer, 2003; Schryer, Lingard, Spafford, & Garwood, 2002) . Although these issues are directly relevant to this analysis of Sami's case, before being able to productively use the notion of timing within the RGS framework, we need to resolve this key question: Do rhetors discover the right moment for their rhetorical action, or do they create it?
In classical Greek rhetoric, two notions that reflect different qualities of time are chronos and kairos. Kairos, the qualitative aspect of time, is defined as the right moment, the opportune, or as due measure, whereas chronos, the quantitative, measurable aspect of time, is defined as the continuous flux of time (Kinneavy, 2002; Miller, 1992 Miller, , 2002 Sipiora, 2002) . The concept of kairos was nearly forgotten until the mid-20th century (Kinneavy, 1986 (Kinneavy, , 2002 Miller, 1992 Miller, , 2002 Sipiora, 2002) , when it was revived in connection to the debate about situational context and rhetorical situation, which attracted rhetoricians' attention at that time. Miller (1992) described the notion of situational context as "the structural description of a moment in time" (p. 312), arguing that each rhetorical situation offers a different opportunity and, hence, different kairos. Some scholars (e.g., Glover, 1990; Krause, 1996) even equated the notion of kairos with the modern notion of rhetorical situation. The rhetorical situation debate addressed the question about whether kairos is objectively given and then discovered or is constructed by humans.
This debate, which took place in the late 1960s to early 1970s, involved Bitzer (1968) , Vatz (1973) , and Consigny (1974) and was later continued by Miller (1992 Miller ( , 1984 Miller ( /1994 . On one side of the debate, Bitzer defined rhetorical situation as a natural context of persons, events, objects, relations, and an exigence that invites utterance. This invited utterance takes part in the situational activity and thus "obtains its meaning and its rhetorical character" (p. 5). In Bitzer's view, meaning resides in a situation, and the situation prescribes a suitable response (p. 10). On the other side of the debate, Vatz argued that situations do not exist outside the rhetor's mind: They are not discovered but arbi-trarily created by the rhetor and communicated to the audience. In his attempt to synthesize Bitzer's and Vatz's conflicting views, Consigny suggested that Bitzer's view of the situation as predetermining a fitting response was erroneous. Consigny also disagreed with Vatz's view of the rhetor as a completely free agent who arbitrarily creates rhetorical situations. At the same time, Consigny noted that Bitzer had correctly viewed "the rhetorical situation as characterized by 'particularities'" (p. 176) and that Vatz was right to treat the rhetor as creative. Consigny's view was that rhetors cannot create exigencies arbitrarily but must take into account constraints on their engagement in a particular rhetorical situation. In his view, the rhetor, rather than looking for Bitzer's "fitting response," needs to possess "a repertoire of options and the freedom to select ways of making sense" (p. 179) of each new and indeterminate situation.
Following Consigny's (1974) attempt to bring together the two opposing perspectives on kairos (i.e., rhetorical situation), Kinneavy (1986) and Miller (1992) proposed to view kairos as the unity of its temporal and spatial dimensions: both the right measure and timing, both discovered and constructed. Yates and Orlikowski (2002) also recognized the interplay between objective and subjective and interpreted kairotic opportunities as both "emerging from the communicative activities of . . . rhetors and audiences . . . in specific situations (e.g., institutional context, task, place, and chronological time)" and "enacted, arising when socially situated rhetors choose and/or craft an opportune time to interact with a particular audience in a particular way within particular circumstances" (p. 108). Yates and Orlikowski further suggested that researchers should turn their attention to the active shaping of kairotic moments. Following their suggestion, I focus here on one example in Sami's narrative of actively shaping a kairotic moment. This brief account of the modern development of the classical Greek notion of kairos indicates the importance of a human agent who seizes (or misses) the rhetorical opportunity and actively shapes it. No less important to this case study is the concept of cultural capital, which Bourdieu (1972) introduced. Bourdieu's (1972) theory of social practice has been recently used by rhetorical genre researchers (e.g., Dias et al., 1999; Paré, 2001; Schryer, 2000 Schryer, , 2001 Schryer, , 2003 Winsor, 2003) to complement RGS and illuminate the role of social agents and texts within organizations that, according to Giddens (1984) , represent complex social structures. One of the main categories in Bourdieu's theory is capital. As Winsor (2003) explained, for Bourdieu, capital existed in different forms that are not necessarily "reducible to money" (p. 17). Bourdieu's capital may take both material and immaterial forms that can be converted into each other (e.g., monetary capital may be used to pay for, or be converted into, education). Among other forms of capital, Bourdieu introduced social capital (e.g., hierarchical positions within an organization) and cultural capital (i.e., particular cultural knowledge, such as engineering knowledge, or competency, such as professional engineering competency).
Cultural capital is the key form of capital in Bourdieu's theory; it also is the broadest. Cultural capital is defined as "a form of values associated with culturally authorized tastes, consumption patterns, attributes, skills and awards" (Webb, Schirato, & Danaher, 2002, p. x) and thus includes, for example, the ways people communicate within particular situations or, in other words, use certain genres (e.g., engineering genres). People can acquire cultural capital unconsciously, from their family or social contexts (e.g., school, workplace apprenticeships); they then possess such capital for life. In Bourdieu's view, we would be wrong to think that by deliberately learning the ingredients of cultural capital, a person who was brought up in a family with limited cultural capital could acquire as much of it as a person brought up in a family with strong cultural capital. People's appropriation of this type of capital depends both on the sum of cultural capital that their family possesses and on when, how, and in what forms this capital is implicitly transmitted to them from their family.
6 Cultural capital can be converted into social capital: For example, people's education and background in a particular discipline can lead to, or be converted into, their higher positions within an organization. As such, the notions of cultural and social capital prove helpful in interpreting Sami's decision to act and his subsequent promotion.
In discussing various other notions integral to Bourdieu's theory, Bourdieu and Wacquant (1992) observed that an adequate theory of social practice requires a theory of social agents. Human agents and the notion of agency, defined as humans' capacity for freedom of action, understanding, and control of their own behavior (Holland, Lachicotte, Skinner, & Cain, 1998; Schryer, 2001; Webb et al., 2002) , thus play particularly important roles in Bourdieu's theory. Webb et al. (2002) illustrated the meaning of agency by explaining that "we exercise agency, for example, when we indicate our intention to vote one way or another, or make choices about what to eat from a restau-rant menu" (p. ix). In other words, as Archer (2002) put it, we need to conceptualize human agents as being both formed by their "sociality" (p. 11) and able to effect a change in society.
The concept of kairos is directly linked to the notion of agency. If we see kairos as objectively given and then discovered and also as constructed by humans, then the capacity of the rhetor to select and create an opportune moment implies agency. Sami, for example, exercised his agency by (a) selecting an appropriate moment, when the management was looking for a proposal for a new implementation (although it was expected to be submitted by the senior engineer), and (b) creating an opportune moment by consulting with the division's director, proposing his own implementation plan, and preparing and delivering a presentation and written proposal. Bourdieu's (1972) theory of social practice provides insights into the acquisition and effect of cultural capital (e.g., in Sami's case, knowledge of engineering and understanding of the engineering workplace and its hierarchy, principles of communication within the engineering profession, etc.) and the role of agency that are invaluable for analyzing individual rhetorical behavior within the context of the chosen discipline or profession.
The theoretical notions developed within RGS coupled with Bourdieu's theory of social practice shed light on the search for the ingredients of Sami's genre knowledge. The case study presented here illustrates a successful-although risky-uptake on a particular workplace rhetorical situation. The uptake is undertaken by a novice who has developed sufficient understanding of professional genres and the hierarchy of the engineering workplace to be able to subvert local practices and to devise a new acceptable way to communicate. In the following section, I describe an engineering communication course that introduced Sami to some of the ingredients of his knowledge of engineering communication strategies.
ENGINEERING COMMUNICATION COURSE
In 1997, I was asked to design an introductory communication course for undergraduate engineering students at a Canadian university. In keeping with the principles of RGS (see, e.g., Freedman & Medway, 1994a , 1994b , I was planning to design a course that would provide students with an opportunity to learn rhetorical skills and strategies necessary for their successful integration into the engineer-396 JBTC / October 2005 ing profession. The institutional limitations and requirements of the course design, however, did not allow me to link the course to students' workplace experiences, such as their co-op or internship terms, or to a service learning scenario. Nevertheless, I attempted to develop a course in which students could both acquire a rhetorical understanding of engineering communication extending beyond the traditional model of teaching and learning genres through "formats and templates" (Selber, 1998, p. 270) and develop a clear awareness of disciplinary purposes, contexts, and audience. In designing the course, I assumed that the tasks students perform play an important role in their motivation (Bazerman, 1999) and, therefore, must be meaningful to them. To facilitate learning in their engineering courses and, hence, better serve their needs, I developed and sequenced assignments to situate the course within the engineering curriculum (for detailed discussions of the course design, see Artemeva, 2000; Artemeva, Logie, & St-Martin, 1999; Freedman & Artemeva, 1998) .
Thus, in the engineering communication course, students are offered an opportunity to communicate the engineering content through genres that such communication requires (e.g., memos, informative abstracts, executive summaries, various reports, formal oral presentations). Accuracy of engineering content is particularly important for the communication course because separating rhetorical process expertise from domain content expertise seems futile.
7 In her study of academic expertise in modern academe, Geisler (1994) developed a model of academic expertise consisting of two interconnected dimensions, domain content and rhetorical process. The domain content dimension of expertise coupled with training and experience allow students to develop the ability to use abstractions and adapt them to particular cases whereas the rhetorical process dimension coupled with training and experience allow students to "develop the reasoning structures" (p. 84) through which they become able to use abstractions in the contexts of their disciplinary tasks. According to Geisler, rhetorical expertise lags behind domain content expertise until later stages of the academic expertise development, when expertise finally becomes an inseparable combination of knowing that and knowing how (p. 88). Thus, by being exposed to engineering content, even the simplified content provided in introductory science and engineering courses, 8 and engaging in appropriate rhetorical strategies, students begin to acquire engineering expertise.
Course work in the communication course revolves around a project based on an engineering course that students take concurrently with the communication course. Students form small groups so that each member of the group takes the same engineering course and wants to explore the same topic from that course. By consulting with each other, receiving feedback from other classmates via the electronic discussion group and in class sessions, and talking with the instructor (Artemeva, 2000; Artemeva & Logie, 2002) , group members negotiate and later propose a chosen topic for the communication course project. Once the instructor approves topic proposals (the first major assignment of the course), students start working on their projects. They produce such major written assignments as progress and completion reports as well as orally present their interim and final findings to the class.
While working on a meaningful engineering task through multiple reviews and iterations, students become familiar with and somewhat proficient in such genres as the proposal, periodic (or progress) report, completion report, formal oral progress presentation, formal oral results presentation, and other genres within the engineering genre system (cf. Bazerman, 1994) . The interconnectedness of course assignments (project documents) provides students with the opportunity to develop engineering rhetorical strategies-inextricably linked to the engineering content-through the experience of "audience proximity" (Winsor, 1996) . Students experience this audience proximity by interacting with their readers-peers and the instructorand developing a clear understanding of their audience's engineering background knowledge and needs.
Rather than using templates to fill in with the information related to their chosen topics, students develop and produce documents that suit the engineering content of their work and meet the demands of their audience. As students become comfortable with the content of their engineering courses, they also develop knowledge of their audience in the communication course. That is, they start to realize that their audience consists not only of the instructor but also of other students in the same engineering program, who, at a minimum, have taken the same introductory and core engineering courses as well as high school science and math courses and therefore share their background knowledge. Students also develop knowledge and understanding of their instructor's background and expectations through written comments, e-mail exchanges, and oral feedback that accompanies the written review. Thus, in the communication course, each student has to craft documents that are (a) suitable for the content and purpose of the individual project (e.g., explain a theoretical approach to a particular phenomenon, present and explain a software application that solves a particular problem, describe and explain an experiment) and (b) accurate, clear, and informative to the classmates and instructor while remaining recognizable engineering documents that respond to the requirements of the course and instructor's expectations.
The genres of the proposal, progress report, and completion report are introduced through class discussions. After that, students in the course have to use the genres so that they fit the purpose of their particular work. In other words, I expect students to develop the sense of engineering genres as situated and responding to the exigencies (Miller, 1984 (Miller, /1994 ) of a particular context in which the content, purpose, and audience of the communication are inextricably connected (as an example, see Appendix for a description of Sami's communication course project). One of my former engineering communication course students made the following observation 5 years after having completed the course:
It is the context of the course that provides success, not necessarily the content. . . . Students . . . [start to] appreciate how important the communications course is, much more so than say, thermodynamics . . . (anyone can read and understand the laws of thermodynamics, however it is next to impossible to read and understand the laws of good communication . . . this must be mentored and practiced, and not learnt). (personal communication, April 26, 2004) Through communication that evolves throughout the course, students gradually grow into the communication practices that are dictated by the content and audience of their communication within the context of the course and at a particular time in their academic careers (as far as the limitations of the classroom setting permit). In other words, students learn to respond to rhetorical situations in a generic way and, at the same time, to adapt this generic response to the needs of a concrete situation.
From the beginning, I was interested in whether the engineering communication course would have any long-term effects on students' acquisition of engineering genres. To answer this question, I integrated questionnaires into the course design and later proceeded with a longitudinal study, of which Sami's case is a part. To provide more context for Sami's case, I briefly introduce the larger study.
LONGITUDINAL RESEARCH STUDY
The longitudinal study 9 explores two aspects of the transition from university to workplace: (a) effects that the engineering communication course and other communication experiences have on students' acquisition of engineering genres and (b) changes in students' perceptions of themselves as engineering communicators. I followed 10 former engineering communication course students, Sami among them, over a period of 6 years, starting with the term when they were enrolled in the communication course. The primary data for the study consist of questionnaires that students completed while they were enrolled in the course, student postings to the course electronicdiscussion group during the term, electronic questionnaires administered annually after the course completion, follow-up e-mail exchanges that served to clarify or complement participants' responses to the annual questionnaires, audiotaped face-to-face interviews that I transcribed, field notes taken during interviews and other encounters with participants, 10 and multiple informal e-mail exchanges. Secondary data include samples of participants' writing produced at different points in their academic and professional careers. To analyze and triangulate the data, I used multimethod, multicase qualitative methodology.
Preliminary results of the longitudinal study from analyzing data collected from participants at different stages of their academic and professional careers show that some participants do acquire basic knowledge of engineering genres and a sense of engineering audience and that this knowledge helps them find appropriate rhetorical responses to academic and workplace contexts (e.g., Artemeva, 2000; Fox, Artemeva, & Frise, 1999) . For example, one study participant observed that when he realized that what "students were doing in the [communication] course [was] . . . what one must provide as a 'deliverable' in the 'real world'" (personal communication, April 26, 2004) , his view of the course's usefulness changed dramatically. He started the engineering communication course by failing an oral presentation. But his failing grade was accompanied by what he later called "excellent feedback" from his instructor. At the end of the term, this participant used the feedback to achieve a much higher grade. At the end of his undergraduate program, he was nominated by his engineering department for a student oral presentation competition. Later in his career, when he came back to school to complete a master's degree in engineering, he won a 400 JBTC / October 2005 graduate student competition in oral presentations in his specialty. Five years after having completed the communication course, he said in an interview, "I haven't made a bad presentation since" ("Communication Matters," 2004, p. 5) . In other words, in the communication course, this study participant began to develop the ability to "genre" (Schryer, 1995 (Schryer, , 2001 ) his way through social interactions by choosing a rhetorically appropriate form in response to each communication situation he encountered.
Sami's case provides another illustration of such development and serves as an example of a novice who managed to successfully "genre" through a workplace situation. In the following section, I analyze the events as narrated by Sami in a series of e-mail messages and face-to-face interviews.
THE EVENTS AS NARRATED BY SAMI, OR "NOT JUST ANOTHER LAB RAT"
I first met Sami in 1998, when he was a 2nd-year engineering student enrolled in my communication course. When the course was over, Sami agreed to participate in the longitudinal study, and we stayed in touch over the years. The data I collected from Sami consist of 34 documents (in-class questionnaires, e-mails, electronic discussion group postings, electronic questionnaires, interview transcripts, field notes, etc.) that total 144 pages of single-spaced text.
Growing up as a third-generation engineer, Sami was always surrounded by what Lave and Wenger (1991) called "war stories" (p. 109), which they found integral to the way newcomers learn practices of a group they are joining. Throughout our conversations and e-mail exchanges over the years, Sami has often referred to his family and the knowledge he has accumulated from his family members-what Bourdieu (1972) that information to me, so in a sense I get to carry around years of experience before I even have a career [italics added]. I've been learning about work environments and how to handle difficult decisions and situations while I was still in university. Now when I face them for the first time, it does not seem as scary because I have the feeling I've been there before. This helps keep me on the right track and helps prevent negative decisions. (September 16, 2003) After graduating from the university, Sami was immediately hired by a local high-tech company that, within several months, went bankrupt. He then started looking for a new job in his area of specialization. In a few months, he acquired a job at an engineering company.
The following e-mail excerpt illustrates the influence of Sami's family's war stories on his career decision:
When I got offered the position here at [the new company] for . . . less pay than what I was making [in the first workplace], I almost did not take the job. However, my father told me a story about how my grandfather had to take a job that paid so little, in fact his allowance from his father was higher than his pay. But he took it because he needed the experience. A little while later he got offered a much better position with much higher pay due to that experience. So I did the same and it was not very long after I started that I got promoted and was being paid the same as when I was [in the first workplace]. This is probably the best case where I was influenced to make a positive [career] decision. There is no doubt in my mind that if I had turned it down, I would not be where I am today. Actually, I would most likely still be unemployed. (September 16, 2003) Thus, Sami's cultural capital, by supplying him with confidence in his actions, allowed Sami to realize the choices he could make and exercise his agency.
In a series of e-mail messages following his hiring, Sami shared his observations of the communication practices in the new workplace, conveying deep frustration with them. He felt that these practices were contrary to what he had learned from his family, at school, and in the first workplace (cf. Anson & Forsberg, 1990 . Among other "problems with communication" (June 17, 2002) , Sami reported incomplete product documentation, inconsistent use of metric and imperial units throughout the documents, mislabeled figures and tables, missing data, and so on. He commented on difficulties that technical support staff faced due to missing documentation when trying to troubleshoot problems on the phone with clients. To this [My] department is made up of two engineers including me. I am currently project lead on the prototype that we are designing and you'll be happy to know that I'm assuring that the documentation of the . . . department will not be like the rest of the company.
I always knew that documentation is important but I don't think one really gets to appreciate [its] importance until they face problems like these. (June 17, 2002) Then, 4 months later, I received the message cited at the beginning of this article: the message describing Sami's unexpected initiative to present his own implementation plan to management, his wellreceived presentation, and his subsequent promotion to the position of division director. After receiving this message, I contacted Sami in a series of electronic and face-to-face interviews. I asked him whether he had consulted any proposals written in that company before writing his own or had attended any presentations before delivering his own. In an e-mail, Sami explained that he had not seen proposals written within the company, but just other sample documentation. I would have liked to see a proposal, but I could not locate one. . . . Yes I had attended 2 or 3 presentations. Only one of which I thought was good (it was given by our chief engineer, whom I have much respect for) and the rest were poor at best. The presenters did everything that we are taught to be wrong. (February 3, 2003) When I asked what had helped him to prepare the proposal and deliver the presentation so effectively, Sami responded as follows: "I relied more on what I learned at school and my other experiences 11 than I did [on what the company] was doing. In all fairness, anything would be better than the general practice here" (February 3, 2003) . Responding to my question why he had decided to write his own proposal for the implementation plan, even though such a proposal had not been officially requested and he would have to face the senior engineer's opposition, Sami explained that "the only reason why I wrote my own proposal was to show the senior engineers and the director of [my division] that I was capable of independent thought. That I was not just another lab rat" (February 17, 2003) .
Interpretation of the Events as Narrated by Sami
Bazerman (1997) and Russell (1997) , among others, have noted that newcomers base their perceptions of new situations on the forms they have learned in the classroom, bring with them their old discourse habits, and develop their "motives and desire to participate in what the new landscape appears to offer [starting] . . . from motives and desires framed in earlier landscapes" (Bazerman, p. 19) . Anson and Forsberg (1990/2003) , MacKinnon (1993 MacKinnon ( /2003 , and Paré (2001) have observed that newcomers often find new genres contradict the communication habits they have developed in school. Often these old communication habits clash with the existing situation and create problems for newcomers (e.g., Anson & Forsberg, 1990 Artemeva, 2003a Artemeva, , 2003b Dias et al., 1999; Katz, 1998) .
Sami reported that when he arrived at the company, he found that communication practices there were the opposite of what he had learned as a student and experienced during work terms and in his first workplace. Even though Sami was critical of his new workplace's communication practices and appeared to reject them, the workplace had obviously functioned prior to Sami's arrival-it developed products and sold them-which indicates that the genres and practices (which I have no information about except what Sami provided in his interviews) in place at the company "had their ecological validity" (A. Freedman, personal communication, May 22, 2003 ). Sami's reaction to the communication practices of the new workplace is similar to the stage in novices' acculturation that Anson and Forsberg (1990/2003) called "disorientation," at which point novices' views of communication often conflict with their supervisors' views. Novices often feel insecure and threatened by such conflicts and may react strongly in response. But, as Anson and Forsberg noted, at this stage, initiative starts to develop. The novices begin to "assert their own opinions against those presented in the workplace, to strengthen and define their own role by imitation or contrast" (p. 398), which gradually leads to transition and resolution and to at least partial recognition of novices' input into the work of an organization.
Katz's (1998) study of novices in the workplace demonstrated that the process of novice acculturation into an organization has two complementary but opposite dimensions: organizational socialization (the process in which novices become assimilated to the organizational culture) and individualization (the process in which novices attempt to change the organization to meet their personal needs). In Katz's research, some novices were successful in their individualization whereas others failed. The outcome of Sami's actions coupled with Katz's observations bring us back to the question I asked at the beginning of this article: What makes a novice successful in challenging and changing rhetorical practices of a workplace?
If, as Sami states, his only reason for submitting an independent proposal was to make management notice him, and the welfare of the company did not figure in his decision at all, then Sami appears to be referring to what Miller (1984 Miller ( /1994 ) called a "private intention." In her discussion of exigence, Miller distinguished between social motive and private intention, suggesting that although exigence provides the rhetor with a sense of rhetorical purpose it is clearly not the same as the rhetor's intention. . . . The exigence provides the rhetor with a socially recognizable way to make his or her intentions known. It provides an occasion, and thus a form, for making public our private versions of things. (p. 30) Even if Sami's only motive was personal, he was able to produce a document that was needed and appropriate at that particular moment. In other words, there was an objectified social need for a proposal, known within Sami's division, and this need provided Sami with a sense of rhetorical purpose (cf. Miller, 1984 Miller, /1994 . In Sami's case, the external kairotic moment (Stephenson, 2003) , though existing (the management did need "an implementation plan"), was not as prominent as it would have been if the management had put forward a request for proposals from all employees. Sami recognized this external kairotic moment, an opening that may close quickly and requires fast action (Stephenson) , and enacted his own internal kairotic moment (cf. Consigny, 1974; Miller, 1992; Yates & Orlikowski, 2002) . He exercised his agency by proposing his own implementation. Sami's timing was so effective that his proposal was accepted, and he was promoted even though his communication strategies were different from those accepted within the company. So, continuing with Miller's (1984 Miller's ( /1994 ) view of exigence-that "exigence must be seen neither as a cause of rhetorical action nor as intention, but as social motive" (p. 30)-we can conclude that Sami recognized the social motive (i.e., the need for a proposal for a new implementation) and responded to it rhetorically. In other words, he was acting in response to the social motive in addition to his personal intention; that is, he was both seizing and creating a kairotic moment. Artemeva / RHETORICAL GENRE ANALYSIS 405 In contrast, the senior engineer, being accustomed to the conventional lack of written communication in the company, did not recognize the opportunity the external kairotic moment presented to him and acted in a routine way. That is, he saw only a routine assignment that involved a routine presentation that would not be decisive in any way. He seemed to expect the usual, positive for him, outcome of his routine presentation. Normally, as Sami himself noted in an interview, if two proposals were submitted, one from a junior and one from a senior engineer, managers would choose the senior engineer's proposal because they would trust the senior employee and rely on that individual's previous work experience and track record.
As is typical of novices entering a new workplace, Sami was genuinely frustrated by the quality of communication at the company (cf. Anson & Forsberg, 1990 . But the outcome of Sami's actions was different from that of the actions of an intern in Anson and Forsberg's study. That intern's initiative was met with resistance and criticism because he "had apparently misread the needs and goals of his organization" (p. 401). Sami was successful in bringing together the ingredients of his understanding of the purpose, strategies, and practice of engineering communication (i.e., cultural capital appropriated from his family, school experiences, and previous workplace opportunities) to analyze the present situation in the company and critically look at the accepted communication practices from the perspective of both an insider and an outsider. Sami was successfully able to resist socialization into the company's practices because he had already been socialized into engineering communication practices that he considered the norm and thus viewed the current practices of the new workplace as an aberration.
In both his e-mails and interviews, Sami uses his critical interpretation of the company's communication practices to conduct what we would call an analysis of rhetorical situation. (Although Sami himself never identifies what he is saying as an analysis-and he probably is not even aware that he is analyzing the situation-the ingredients of his genre knowledge seem to enable this critical analysis.) In e-mails, he reflects his critical view of the habitual communication practices in the company when he tries to justify the current state of communication in each group within the company: "The engineers are happy [with the lack of written communication] because they don't like doing the documentation, and the technicians are happy because they are the only ones who know what is going on (therefore their jobs are very secure) [italics added]" (July 17, 2002) , and "I am finding that there are a number of people who like to do things orally, so that they are not held as accountable [italics added]" (February 3, 2003) . He also manages to use his view of engineering communication practices to turn this situation to his advantage; that is, he uses the right time (kairos) to exercise his agency within the constraints of the workplace structure.
In addition to his sense of kairos, Sami's success lies in his ability to "read" the hierarchy of the workplace. After a failed attempt to attract the senior engineer's attention to his original proposal, Sami approached his boss, the director of the division at the time, who, as Sami claimed in an interview, is his "supporter." Sami's boss advised him to go ahead with the proposal and presentation, telling him who would likely attend the presentation, which allowed Sami to exercise his sense of audience, acquired in part from the engineering communication course, to prepare an audience-tailored presentation. At the time I wrote this article, Sami's boss remains his immediate superior: His boss had been promoted to vice president of the company, and Sami was promoted to replace his boss as division director. Sami has recently reported that in his division, he continues to foster communication practices that he considers productive and that his boss continues to support his communication-related initiatives. Sami also commented in that interview that the company's "CEO is 100% behind what I do as well" (January 08, 2004) .
In interviews, Sami consistently claimed that in the new workplace, he used communication strategies that he had learned at school and practiced during his work terms and in his first workplace. Although Sami credits his family-his grandfathers on both sides and his father-with passing on to him experiences of generations of engineers, in the following e-mail, Sami credits his school for providing him with practical experiences:
My father has a large influence on my choices, but from the business and professional side. In interviews and e-mails, Sami referred not only to having learned about such engineering genres as proposals, progress reports, technical literature reviews, and formal oral proposal presentations and to Artemeva / RHETORICAL GENRE ANALYSIS 407 having practiced them in the communication course and upper-level engineering courses but also to having learned how to "read" the audience and tailor his written and oral performance to that audience's needs and expectations. For example, in his interviews, Sami repeatedly mentioned a communication course exercise (devised by my colleague Christine Adam) in which students were asked to build a structure using Lego blocks and write instructions on how to build such a structure. After that, students would hide the structure and pass the instructions on to another group of students who would have to follow the instructions, build an identical structure, and comment on the clarity of the instructions. Sami mentioned in interviews how important that small exercise had been to his understanding of audience and precision in writing:
The time we wrote the procedure to combine all Lego parts . . . that haunted me when I was writing the test sequences [at a summer job in an engineering company] 'cause I had to make sure that whoever was reading this, not only knew what I meant but knew exactly, to the letter, what to do. . . . That's one of the things that definitely stuck in my mind. (February 5, 2001) That exercise . . . was the first time I got a big wake-up call, I think, 'cause when we wrote the instructions for it, we did a pretty good job. I thought, you know, there was no way that anybody could miss it. . . . They [the students who were asked to follow the instructions and build an identical structure] did it wrong. They did it wrong. Yeah. And, of course, once you get it built wrong, and then you look at your instructions, you see why, you see that you weren't specific enough. (January 8, 2004) Another important lesson from the communication course that Sami referred to concerned formal oral presentations:
The second [lesson to remember from the communication course] is the proper way to do an oral presentation. . . . First, you've got to remember who your audience are . . . secondly, remember, why they are here, why are you presenting to them. . . . Don't bore them with things that are not interesting, give them the meat. . . . If there is just a split second when the audience feels that you are not quite sure of what you're saying, you lost complete credibility and then, you're done. That's it. You're completely done. (February 5, 2001) Most important, in his response to the workplace situation, Sami demonstrated his ability to adapt the genres of engineering he was 408 JBTC / October 2005 familiar with (i.e., the formal proposal presentation and written proposal) to the exigencies of a particular situation. He demonstrated that he had learned precisely what I was trying to teach in the engineering communication course. From his explanations of how much his family history influenced his decisions and actions, we can conclude that the cultural capital of Sami's family gave saliency to everything he had learned at school. By the time he had joined the new company (his second engineering job after graduation), Sami clearly had gained access to a repertoire of appropriate engineering communication strategies that were regulated (because they were immediately recognized as such by management and clients) and at the same time improvisational (because they were distinctly different from the practice of that particular workplace) (cf. Schryer, 2000 Schryer, , 2001 . Sami accumulated this repertoire through conversations with his father and other family members, the undergraduate engineering communication course, academic engineering projects, and work experiences. In addition, Sami has accumulated sufficient expertise in the engineering domain content. Following Geisler's (1994) definition of expertise as a dual space that combines domain content and rhetorical process, Sami can be considered as a developing expert in his field.
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Sami's Challenges
The division Sami is heading has grown. After the commercial success of his first proposal, Sami proposed another project that was also accepted. As the result of these successes, many of the company products have been turned over to Sami's division, which makes him happy and proud. But not all the consequences of Sami's actions have been advantageous for him. As he explains in an e-mail, he continues to face new challenges following his promotion:
As a young engineer working with others who have been part of industry for years, it can be difficult to get your ideas taken seriously. More importantly, it is more difficult to get your opinion [s] given their proper weight against those coming from more experienced people. However, being prepared and organizing a good document can do wonders. (October 29, 2002) In another e-mail several months later, he added, "Being so young, it is hard for senior staff to treat me as an equal, because I am the same age as their children" (February 10, 2003) . Then in an interview Artemeva / RHETORICAL GENRE ANALYSIS 409 almost 1 year after that, he complained, "I am constantly fighting a battle with the older engineers that have been there for a long time. . . . They always feel like you're . . . personally attacking them. . . . It's been difficult." And the senior engineer who refused to support Sami's original proposal continues to be Sami's "biggest opposition" (January 8, 2004) in the company.
Sami claims that he has changed the way of communicating in his division, that the director of another major division in the company has also been working on documentation, and that, generally, communication within the company has improved. But, he adds in an interview, the change is slow, and many employees resist it: "Some people are now complaining about the amount of documentation that has to be done, and they're saying that . . . it's wasting their time" (January 8, 2004) . But Sami's ability to read the workplace situation and his self-confidence appear to help him cope with these complications:
I think my saving grace is that . . . the upper management realizes that we've come to . . . a turning point where if we don't move in a different direction, . . . our products will die. So the reason . . . why the opposition hasn't damaged me that much was because even though . . . To see if Sami is accepted as a respected member of the workplace community of practice (Wenger, 1998) and to observe the effect of these challenges and complications on his behavior and career, we will need to follow him further.
LESSONS TO LEARN FROM SAMI'S CASE
From the analysis of Sami's case, we can learn important theoretical and pedagogical lessons. First, a newcomer can successfully introduce new communication strategies that deviate from the accepted workplace genres (but are still recognizable and acceptable engineering communication strategies). Both Katz's (1998) observations and Sami's case provide evidence that novices who have not yet acquired full insider status can be critical of the organization's communication practices when they perceive such practices as inefficient and opposite to what they have learned elsewhere. This finding contrasts with Winsor's (1996) observation that for novices to become critical of the communication practices of their profession, they must acquire a "status as an insider because until that point one is still hesitant to depart from the norm" (p. 107). Sami's case indicates that cultural capital can supply novices with enough confidence to take a critical stance with regard to existing communication practices and act in a way that may be unconventional for the company.
The positive outcome of Sami's initiative indicates that his workplace (or at least the upper management of his workplace) was to some extent ready for the change. Sami was not in conflict with his boss, the division director, even though he was in apparent disagreement with the senior engineer: Sami started working on the presentation only after "being advised" by his boss. Sami would probably not have enjoyed the same success if his superiors had held different views on the state of communication in the company.
Second, a novice who possesses the ingredients of genre knowledge (e.g., in Sami's case, what he learned from his family and at school and what worked as engineering communication strategies elsewhere) can select strategies relevant to workplace communication contexts. As in Schryer's (2000 Schryer's ( , 2003 Schryer's ( , 2005 Schryer et al., 2002) comparison of genres to jazz, Sami was successfully able to improvise within the limits of the genre so that his improvisation was recognized by the upper management as a legitimate variation on the theme; in other words, his proposal and presentation were recognized as engineering genres. Miller (1984 Miller ( /1994 ) reiterated that our knowledge of genres is useful only as far as it has bearing on new experiences. Bazerman (1994) has observed that only by uncovering the pathways that guide our lives in certain directions can we begin to identify the possibilities for new turns and the consequences of taking those turns. We are put on the spot, we must act, and in acting we must act generically if others are to understand our act and accept it as valid. (p. 100) In this case, Sami used his engineering genre knowledge to recognize the situation and to choose an appropriate uptake.
Third, "best" communication practices can be taught outside of local contexts. Even though the genre practices (the formal oral proposal presentation and written proposal) that Sami had learned elsewhere and brought to the new workplace were different from the locally accepted practices, experienced engineers who occupied Artemeva / RHETORICAL GENRE ANALYSIS 411 power positions in the company (i.e., the division director, the CEO) recognized and accepted the new practices as superior. The new way of presenting a proposal that Sami introduced required him to study the background of all members of the audience and tailor his presentation to their level of understanding and needs. In other words, the genre of the proposal presentation that Sami introduced gave more power for decision making to people in the audience because they were no longer expected simply to trust the authority of the speaker-no matter what his track record was. They were expected to take on the role of decisionmakers in a much more active way. (This was subtly flattering to them too.) A very radical difference in decision-making, in the nature of authority, in the value assigned to track record and expert knowledge was being effected. (A. Freedman, personal communication, May 22, 2002) A novice engineer and new employee in the company, Sami treated engineering genres as allowing for flexibility. This perception is radically different from that of genres as rigid templates that engineers have to follow, which is often portrayed in technical communication textbooks (see, e.g., Houp et al., 1998) . In other words, Sami was able to use the accumulated ingredients of genre knowledge and adapt this knowledge to the new workplace. He managed to recognize the construal (Miller, 1984 (Miller, /1994 ) of the situation type as recurrent and respond to it with the appropriate genres, the proposal presentation and written proposal. In doing so, Sami altered the workplace by introducing "a discourse of such a character that the audience, in thought and action . . . [was] so engaged that [the discourse became] . . . mediator of change" (Bitzer, 1968, p. 3) .
During the course of his life, from his family, school, and workplace opportunities, Sami acquired the values and principles of engineering communication. Even though he just recently graduated, Sami already had a solid strategic rhetorical preparation. In addition to his domain content knowledge (Geisler, 1994) , Sami has developed a repertoire of flexible rhetorical strategies that enabled him to seek advice from an appropriate person in the company's hierarchy (the director of his division), both recognize the opening in time and create his own kairotic moment, select a suitable constellation of communication strategies, and turn the rhetorical situation to his advantage. The nontextual uptake on Sami's communication act was his promotion to the position of division director. This nontextual uptake (i.e., the decision) was, of course, communicated through a series of written documents and verbal communication. That process, however, is beyond the scope of this study.
IMPLICATIONS OF THE STUDY
The results of Sami's case analysis show that Sami is a novice engineer who has successfully mastered engineering communication strategies. As Bazerman (1997) Swales (1993) has questioned what we should consider successful: "meeting the genre expectations, or being communicably effective" (p. 689). That is a pertinent question for writing instructors because the answer could lead them to reconsider genre pedagogy, to design new courses, and, perhaps, to revolutionarily change the program design in order to address flexibility of rhetorical strategies within generic forms and thus provide students with opportunities for both seizing and creating kairotic moments.
I have undertaken this study to better understand what mastering genres of professional communication means and to find preliminary answers to the following questions: What are the ingredients of rhetorical genre knowledge that allow a novice to be successful in challenging and changing rhetorical practices of the workplace? Where and how does a novice accumulate this knowledge? And, specifically, did the engineering communication course provide Sami, a novice engineer, with a foundation to draw on when responding to rhetorical situations in the workplace?
As we have seen, by the time Sami was hired by the second company, he already had been socialized into the genres of engineering and possessed the ingredients of engineering genre knowledge that enabled him to be successful in his actions. These ingredients, in Sami's case, included his cultural capital (i.e., knowledge of the profession based on his family's war stories), domain content expertise, Artemeva / RHETORICAL GENRE ANALYSIS 413 and basic engineering rhetorical strategies. He acquired these ingredients from his family, in the engineering communication course, and through previous academic and workplace experiences. Sami's case provides evidence that the engineering communication course, designed on the premises of RGS, supplied Sami with a foundation in professional generic practices that he was able to draw and build on throughout his other academic and professional experiences.
Even though Sami was able to achieve his personal goals through calculated risk taking and, apparently, help the company achieve its goals as well (e.g., Sami reported in an e-mail that once his proposal had been implemented, "orders started to roll in . . . large orders" [April 25, 2003 ]), his actions should not be taken as a recipe for recent university graduates entering a professional workplace. Indeed, they need to be cautioned against such radical actions. Not all novices are as prepared for the workplace communication within their professions as Sami was.
Rather than providing a recipe for recent graduates, Sami's story illustrates the critical role of such genre knowledge ingredients as cultural capital and agency in a rhetor's ability to both seize and create kairotic moments in the chronological flux of time and enact genres in ways that are different from the accepted routine and yet recognizable. It also underlies the importance of the rhetor's understanding of the improvisational qualities of genre. But the improvisational part of genre almost never surfaces in the traditional classroom, and students have little opportunity to create kairotic moments and exercise their agency in a course: Instructors are the ones who traditionally create what perhaps could be called kairotic moments (i.e., deadlines for course assignments).
In my experience, only a fairly small number of students create their own kairotic opportunities in a course. I can recall several students in the engineering communication course, who, in response to the request for proposals for a project based on engineering course topics, decided to base their projects on their engineering interests rather than on any specific courses they were taking concurrently with the communication course (a traditional option suggested in the course outline). These students were already knowledgeable about their proposed subjects (i.e., had some domain content knowledge) and were passionate in their informed arguments that their projects would allow them to learn more about their subjects of interest and enable them to create better technical documents and deliver better oral presentations. They convinced me on several occasions. In their projects, these students had to adapt genres introduced and discussed in class-in particular, the completion report genre (the final assignment in the course)-to the needs of their projects. It is not surprising that these students' work in the course was often outstanding and that they were more satisfied with the course outcomes. But such students are an exception rather than the rule.
Sami's case provides evidence that domain-specific communication courses that build on students' cultural capital allow them to accumulate more of it and enable their actions as independent agents. In addition, because experienced professionals in Sami's workplace seemed ready to recognize and accept superior communication practices, Sami's case shows that such practices can be taught in the academic classroom, contrary to what some recent research has suggested (e.g., Dias et al., 1999; Lave & Wenger, 1991) . If such teaching is, in fact, possible, how can we make it more effective and ensure a widespread acceptance of this type of pedagogy? Should discussions about the improvisational nature of genres and opportunities for creating kairotic moments figure in the classroom teaching, and, if so, how can these opportunities be integrated into academic courses? If our courses do not include such opportunities, how will we be able to assist those students who do not have access to the type of cultural capital that Sami had through his family? These are questions for further research.
Another question that remains unanswered at this point concerns how professional genre acquisition by students can be assessed. Sami's case and my ongoing longitudinal study (Artemeva, 2004) offer evidence that such an assessment becomes possible only years after the students have been introduced to a particular genre. Perhaps the longitudinal study model may indicate directions for the development of a delayed assessment. Opportunities for the design and administration of such delayed assessment need to be explored.
The study presented here indicates that combining RGS with other complementary theories provides researchers with powerful tools for analyzing rhetorical situations in workplace contexts (Freedman, 2003a (Freedman, , 2003b . In addition, combining RGS with other theories may also help instructors to develop new classroom contexts that will allow for the successful acquisition of regulated improvisational strategies (Schryer, 2000 (Schryer, , 2001 and therefore facilitate students' transition between school and the workplace. This study also demonstrates that doing something different does not necessarily land novices in unfavorable situations; in fact, it can help them in their professional careers as long as they are in possession of the necessary ingredients of genre knowledge-in other words, as long as they have developed a keen sensitivity to the communication practices of the profession. Whether classroom teaching can help students acquire this firm grounding is yet another question for further research.
APPENDIX Sami's Project: An Example of the Engineering Communication Course Project
Sami had initially chosen to describe and discuss a laboratory experiment from a second year electrical engineering course as the subject for his communication project. Later, through a dialogue with his classmates in the electronic discussion group and during in-class and out-of-class peer-feedback sessions, he learned more about their interests and discovered that a programming course seemed more challenging both to him and his classmates. In the electronic discussion group on October 19, 1998, Sami wrote, "The assignments [in the programming course] are long and hard. . . . My mid-term was a killer. I think I [failed] ." Eventually, he decided to focus on an assignment that was offered in the programming course, hoping that by writing and talking about it, he would be able to develop a better understanding of the computer language (Java) he was required to use in the assignment. In about a month, as he was working on the communication course project and studying in the programming course, his attitude toward the programming course became more positive. He seemed to feel more comfortable with the course material, as his posting to the electronic discussion group on November 11, 1998, shows: "O.k. so the course has its advantages. Now I understand the idea of classes [a concept in object-oriented programming that was taught in the programming course] much better than before."
In the end, Sami developed a computer program in Java. The program was written to solve a problem provided in the programming course; however, the purpose of his completion report and final oral presentation was not only to demonstrate a software application that provided an accurate solution to the problem but also to explain to his communication course classmates and me why Java was a suitable language to use and how he used it to solve the problem. Sami had to develop and design his completion report so it would fit the chosen subject matter-that is, the development of a particular software application written in Java-and respond to the needs and expectations of the communication course audience.
